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CHAPTER II 
LITERATURE REVIEW AND CONCEPTUAL FRAMEWORK 
 
 This chapter covers some theories employed as the basis for the 
discussion. It is intended to gain more understanding on the basic principles of the 
study so that the problem stated in Chapter 1 could be solved. The discussion in 
this chapter includes a review of theories, related studies which discuss which 
research has proved useful or relevant and which seem less promising, and 
conceptual framework. 
A. Motivation 
1. Definition and Significance of Motivation 
Murphy and Alexander (2000) define motivation as the term used to 
describe the force to make someone do something that will influence the quality 
and persistence of his/her behaviour. Meanwhile, Dörnyei and Ottó (1998: 64) 
describes motivation as “the dynamically changing cumulative arousal in a person 
that initiates, directs, coordinates, amplifies, terminates, and evaluates the 
cognitive and motor processes whereby initial wishes and desires are selected, 
prioritized, operationalized, and (successfully or unsuccessfully) acted out.” The 
theories of motivation in general have gone through an evolution. 
 
 
 
 
 
11 
 
The summary of the theory evolution of motivation can be seen in the 
Table 1. 
Table 1. Summary of the Most Well-known Contemporary Motivation 
Theories in Psychology Taken from Dörnyei (2001: 10) 
 REFERENCES 
(AUTHORS) 
MAIN 
MOTIVATIONAL 
COMPONENTS 
MAIN TENETS AND 
PRINCIPLES 
Expectancy-
value 
theories 
Brophy (1999), 
Eccles and 
Wigfield 
(1995) 
Expectancy of 
success; the value 
attached to success 
on task 
Motivation to perform 
various tasks is the product 
of two key factors: the 
individual’s expectancy of 
success in a given task and 
the value the individual 
attaches to success on that 
task. The greater the 
perceived likelihood of 
success and the greater the 
incentive value of the goal, 
the higher the degree of the 
individual's positive 
motivation. 
Achievement 
motivation 
theory 
Atkinson and 
Raynor (1974) 
Expectancy of 
success; incentive 
values; need for 
achievement; fear 
of failure 
Achievement motivation is 
determined by conflicting 
approach and avoidance 
tendencies. The positive 
influences are the 
expectancy of success, the 
incentive value of 
successful task fulfilment 
and need for achievement. 
The negative influences 
involve fear of failure, the 
incentive to avoid failure 
and the probability of 
failure. 
Self-
efficacy 
theory 
Bandura 
(1997) 
Perceived self-
efficacy 
Self-efficacy refers to 
people's judgement of their 
capabilities to carry out 
certain specific tasks 
accordingly. It will 
determine their activity 
choices, the effort and 
persistence. 
(continued) 
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(continued) 
 REFERENCES 
(AUTHORS) 
MAIN 
MOTIVATIONAL 
COMPONENTS 
MAIN TENETS AND 
PRINCIPLES 
Goal 
orientation 
theory 
Ames (1992) Mastery goals and 
performance goals 
Mastery goals (focusing on 
learning the content) are 
superior to performance 
goals (focusing on 
demonstrating ability and 
getting good grades) in that 
they are associated with a 
preference for challenging 
work, an intrinsic interest in 
learning activities, and 
positive attitudes towards 
learning. 
Self-
determinati
on theory 
Deci and Ryan 
(1985), 
Vallerand 
(1997) 
Intrinsic motivation 
and extrinsic 
motivation 
 
 
 
 
Intrinsic motivation 
concerns behaviour 
performed for its own sake 
in order to experience 
pleasure and satisfaction 
such as the joy of doing a 
particular activity or 
satisfying one's curiosity. 
Extrinsic motivation 
Involves performing 
behaviour as a means to an 
end, that is, to receive some 
extrinsic reward (e.g. good 
grades) or to avoid 
punishment. Human 
motives can be placed on a 
continuum between self-
determined (intrinsic) and 
controlled (extrinsic) forms 
of motivation. 
Social 
motivation 
theory 
Weiner (1994), 
Wentzel 
(1999) 
Environmental 
influences 
A great deal of human 
motivation stems from the 
sociocultural context rather 
than from the individual. 
 
(continued) 
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(continued) 
 
If we look at each theory, we may find that each of them makes a lot of 
sense. The problem is that it is difficult to connect the theories one another to 
achieve a synthesis, leading to a fragmented picture of what motivation actually 
is. Just as what we see in motivation dynamics theory that states that motivation is 
not an individual factor. Instead, it is seen as a learning component influenced by 
 REFERENCES 
(AUTHORS) 
MAIN 
MOTIVATIONAL 
COMPONENTS 
MAIN TENETS AND 
PRINCIPLES 
Theory of 
planned 
behaviour 
Ajzen (1988), 
Eagly and 
Chaiken 
(1993) 
Attitudes; 
subjective norms; 
perceived 
behavioural control 
Attitudes exert a directive 
influence on behaviour, 
because someone's attitude 
towards a target influences 
the overall pattern of the 
person's responses to the 
target. Their impact is 
modified by the person's 
subjective norms (perceived 
social pressures) and 
perceived behavioural 
control (perceived ease or 
difficulty of performing the 
behaviour). 
Motivation 
dynamics 
Waninge, 
Dörnyei, and 
Bot (2014), 
Alberth (2018) 
Process-oriented 
model; dynamic 
system 
Motivation in language 
learning is not seen as a 
stable individual difference 
factor as it was previously 
believed as language 
learning is a complex 
process that is dynamic for 
each learner’s learning 
context that keeps 
fluctuating even in a short 
time span. It is also multi-
dimensional that one’s 
motivation may belong to 
multiple categories or even 
not belong to any of the 
categories proposed in 
previous theories. 
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various other variables that may vary in each individual’s learning context. The 
theory also suggests that motivation is not in a constant change, meaning that if 
one is motivated at the moment, he/ she may not be as motivated later. Thus, a 
frequent use of strategies to motivate students is needed in order to make sure that 
the students keep being motivated while learning. 
 As for motivation in L2 learning, according to Dörnyei (2001: 13), a 
classroom is an intricate setting where students spend a big part of their lives, and 
where so much is going on in their lives. Thus, according to him, for practical 
purposes we need detailed and eclectic construct that can represent multiple 
perspectives. Ortega (2013: 168) proposes that motivation is usually understood to 
refer to “the desire to initiate L2 learning and the effort employed to sustain it.” 
On the other hand, Kimura, et al. (2001) state that motivation is the force that 
drives learners to use the available learning resources optimally to achieve their 
learning objectives. Gardner (2006: 243) emphasizes that “if one is motivated, 
she/he has reasons (motives) for engaging in the relevant activities, expends 
efforts, persists in the activities, attends to the tasks, shows desire to achieve the 
goal, enjoys the activities, etc.” Krashen (1982) concludes from results of various 
research over the years that there is a variety of variables that relate to the success 
of the second language learning. Those variables can be placed under three main 
categories: 
1. Motivation 
Learners who are highly-motivated generally have the tendency to be more 
successful in mastering a language. 
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2. Self-confidence 
Learners with high self-confidence and a good self-image are usually better in 
second language acquisition since they have little to no problem in dealing 
with risk-taking in practicing the language. 
3. Anxiety 
Whether it is personal or classroom anxiety, learners with low anxiety usually 
turn out to be better language learners compared to those who have high 
anxiety level. 
 Thus, it can be concluded that motivation in L2 learning helps learners 
generate and maintain learning and is an essential ingredient in order to acquire a 
foreign language. Lasagabaster (2013) describes motivation as a direct 
determinant of second language (L2) achievement, which is why many SLA 
researchers are interested in this particular topic. In line with this, Trawiński 
(2005) states that motivation affects both the rate and success of L2 learning. He 
explains that although some types of motivation seem to be less effective or 
shorter-lasting than others, all of them should be valued as a facilitating factor of 
L2 acquisition. Saville-Troike (2006) supports the idea that motivation is crucial 
in L2 learning by presenting findings of several studies pointing out that there is a 
consistently high correlation between reported strength of motivation and level of 
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L2 achievement and it seems quite likely that the connection is indeed significant. 
Moreover, Cheng & Dörnyei (2007) also recognize motivation as “one of the key 
factors that determine the L2 achievement and attainment.” They define 
motivation as an important factor that serves as the force that starts and generates 
learning and helps learners in sustaining the long journey in acquiring a language. 
To emphasize this idea, they also claim that even the smartest students will not be 
able to be persistent to acquire any really useful language proficiency if he does 
not have adequate level of motivation. 
On the other hand, Cook (2008) explains that students will find it difficult 
to learn a second language in the classroom if they have neither instrumental nor 
integrative motivation, as is probably often the case in school language teaching. 
The integrative motivation reflects whether the student identifies with the target 
culture and people in some sense, or rejects them. On the other hand, instrumental 
motivation means learning the language for an ulterior motive unrelated to its use 
by native speakers, e. g. to pass an examination, to get a certain kind of job, and 
so on. Thus, it can be inferred that motivation in L2 learning is the force to initiate 
and maintain the language learning for various reasons that can be categorized 
into integrative or instrumental motivation. 
2. Types of Motivation 
 Ellis (2003) identifies various types of motivation in language learning, 
namely: instrumental, integrative, resultative, and intrinsic motivation. 
1. Instrumental motivation. It is the type of motivation where learners make 
effort to learn a language for some functional research, such as passing an 
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examination, getting a job, or getting into a university. By learning a language, 
the learners may gain economic or educational opportunities for themselves. 
2. Integrative motivation. It is when learners decide to learn a language because 
they are interested in the people and culture as represented by the target 
language community. 
3. Resultative motivation. It refers to the motivation which causes or is caused 
by learning. Thus, this kind of motivation may be the cause of L2 
achievement, or the result of learning achievement. 
4. Intrinsic motivation. This type of motivation is closely related to the learning 
activities that learners are involved in. some students may find some kinds of 
learning tasks that the teacher gives intrinsically motivating. According to this 
view, learners should be exposed to activities which involve arousal and 
maintenance of curiosity to the extent where students feel personally involved 
in the activities. 
 According to LLOS (Language Learning Orientation Scale), an instrument 
to measure the constructs of self-determination theory, Ortega (2013:176) 
describes someone who has intrinsic motivation as “someone who studies an L2 
for the ‘high’ she feels when hearing/speaking the foreign language (stimulation), 
for the pleasure of ‘surpassing oneself’ and ‘grasping a difficult language concept’ 
(self-accomplishment), or for the sheer satisfaction to know more (knowledge).” 
As we can see from the definition, the characteristic of the three cases is the same, 
which is enjoyment. Ortega (2013) explains that intrinsic motivation has been 
proven to be the type of motivation that has optimal quality as it has been proven 
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in consistent results of studies under the scope of second language learning. It has 
been long associated with higher level of achievement. The key point here is to 
make learners feel enjoyment while learning the language. In the case of language 
learning in formal instructions, a language teacher has an important role in 
maintaining the students’ enthusiasm in following the lesson by implementing 
various methods and strategies. 
3. Motivation in Language Learning 
 Other than the learner, teacher, and materials, there are some other factors 
that play important roles in L2 learning, such as course administration, 
educational policy, language exposures, teaching methodologies, the learner’s 
objectives, and the availability of learning centres and libraries. There is one other 
important factor that most researchers consider very important that other factors 
might have lost their significance if this component is missing, which is 
motivation Al-Mahrooqi, Abrar-Ul-Hassan & Cofie, 2012). Cook (2008:136) also 
highlights the significance of motivation in second language learning by stating 
that “One reason for some L2 learners doing better than others is undoubtedly 
because they are better motivated.” He further explains how children who are 
acquiring their first language do not have bad or good motivation in the language 
acquisition because they use it to fulfil their needs to communicate with the 
people around them. This, however, is not the case with second language learning 
where motivation plays an important role in the success of the learners in 
mastering the language. On the other hand, he also explains that motivation goes 
in both directions. High motivation is one factor that causes successful learning 
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and, in reverse, successful learning also causes high motivation. There are many 
components contributing to student motivation in learning a language.  
Williams and Burden (1997) in Dörnyei (2001: 20) propose the framework of 
L2 motivation consisting of internal and external factors, as seen in Table 2. 
Table 2. Framework of L2 Motivation by Williams and Burden (1997) in 
Dörnyei (2001: 20) 
INTERNAL FACTORS EXTERNAL FACTORS 
Intrinsic interest of activity 
• Arousal of curiosity 
• Optimal degree of challenge 
Perceived value of activity 
• Personal relevance 
• Anticipated value of outcomes 
• Intrinsic value attributed to the 
activity 
Sense of agency 
• Locus of causality 
• Locus of control re: process and 
outcomes 
• Ability to set appropriate goals 
Mastery 
• Feelings of competence 
• Awareness of developing skills 
and mastery in chosen area 
• Self-efficacy 
Self-concept 
• Realistic awareness of personal 
strengths and weaknesses in 
skills required 
• Personal definitions and 
judgments of success and failure 
• Self-worth concern 
• Learned helplessness 
 
Significant others 
• Parents 
• Teachers 
• Peers 
The nature of interaction with 
significant others 
• Mediated learning experiences 
• The nature and amount of 
feedback 
• Rewards 
• The nature and amount of 
appropriate praise 
• Punishments, sanctions 
The learning environment 
• Comfort 
• Resources 
• Time of the day, week, year 
• Size of class and school 
• Class and school ethos 
The broader context 
• Wider family networks 
• The local education system 
• Conflicting interests 
• Cultural norms 
• Societal expectations and 
attitudes 
 
Attitudes in language learning are also mentioned in Gardner’s original 
formulation, stating that motivation reflects the learners’ attitude towards the 
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target language community and culture. He heavily argued that L2 learning in a 
school setting is not merely an ‘educational phenomenon’ or ‘curriculum topic’, it 
also represents the language cultural heritage of the speakers of the language 
(Gardner, 1979) in Dörnyei (2001: 14). However, in English as a Foreign 
Language (EFL) contexts, learners may have limited access to the target language 
community, which means they may not have positive or negative attitude towards 
the particular language community. On the other hand, Dörnyei and Csizer (2005) 
have extended the idea of integrativeness into a “basic identification process 
within the individual’s self-concept”, rather than only the attitude towards the L2 
community. This self-system may extend the idea of instrumentality as well, since 
L2 learner’s ideal self may have to do with L2 mastery in order to have ideal job, 
for example. 
The motivational self-system has three components: 
1. Ideal L2 self: The imagined ideal self of the L2 learner can be a powerful 
motivation. This component may include traditional integrative and 
instrumental motives. 
2. Ought-to L2 self: This component refers to the characteristics that a learner 
must possess in order to achieve his/her ideal self. 
3. L2 learning experience: This component concerns with the immediate 
learning environment and experience, such as the teacher, curriculum, and 
peers. 
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In relation with the third component of self-system theory, which is L2 
learning experience, Deci & Ryan (2008) highlight that in controlled motivation, 
teachers can have great influence in creating opportunities for students to engage 
in learning, triggering motivation in learning, which is also mentioned in Williams 
and Burden’s (1997) framework of L2 learning in Dörnyei (2001: 20) where 
teacher as a significant other has a role contributing student motivation. When the 
students are motivationally-controlled, they feel the pressure to think and behave 
in a certain way. Dörnyei (2011) also emphasizes that teachers are powerful 
motivational agents. Teachers, who are the designated leaders in the classroom, 
have the authority to exemplify group integrity, represent the group’s unity, and 
serve as the model in language learning. To lead, it means teachers have access to 
direct and energize, that is, to motivate learners. On the other hand, Macyntre, et 
al. (1997), suggest that students who experience apprehension in the language 
classroom are more likely to underestimate their own skills and competence, 
which will eventually badly affect their motivation in L2 learning. Thus, language 
teachers also have to make sure that the classroom situations and activities do not 
cause detrimental experience for students. 
Previously, Dörnyei and Ottó (1998) in Ruesch, Bown, & Dewey (2012) 
also propose a process-oriented model of motivation which consists of three 
segments: 
1. Pre-actional stage: the generation of motivation. 
The actions included in this stage are setting the goals, forming intentions, and 
launching actions. This stage is reliant on goal properties, learning process 
value, attitudes towards L2 and its speakers, expectancy of success and 
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perceived coping potential, learner beliefs, and environmental support or 
hindrance. 
2. Actional stage: the maintenance of motivation 
In this stage, subtasks are generated and carried out, ongoing appraisal is given, 
and action control is implemented. This stage is influenced by the quality of the 
learning experience, sense of autonomy, teachers’ and parents’ influence, 
classroom reward, influence of the learner group, and the knowledge and use of 
self-regulatory strategies. 
3. Post-actional stage: the retrospective evaluation of the learning process 
In this stage, several actions are done, including forming causal attributions, 
elaborating standards and strategies, and dismissing intention and further 
planning. In this stage, the motivational influences are attributional factors (e. 
g. Styles and biases), self-concept beliefs (e. g. self-confidence and self-worth), 
and received feedback, praise, and grades. 
Looking at the model, a language teacher might help learners in all of the 
segments if they know what kind of actions may have significant results in 
motivating learners. However, Veenman (1984) finds that teachers rank problems 
about motivating pupils as the second most serious source of difficulty (the first 
being maintaining classroom discipline), preceding other problems such as the 
effectiveness of various teaching methods, the knowledge of the subject matter 
and the effective use of textbooks and curriculum guides. It may be related to the 
limitations which exist in the L2 learning context that make it difficult for 
language teachers to use strategies to motivate language learners effectively or 
their lack of understanding of what strategies that may help them in motivating 
the learners. 
4. Motivational Strategies 
 Motivation used to be connected with learner’s cognitive aspect. In the 
contemporary view, researchers start to adopt contextual approach to define 
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motivation. Ushioda (2009) stated that context is not an independent background 
variable that is separated from the individual but rather the individual is an 
integral part of and actively contributes to the developing context. This statement 
shows how context can actually affect one’s action and behaviour, and vice versa, 
since it is part of the individual itself. Currently, there is not any dominating 
theoretical approach among the contemporary situative approaches on motivation 
since context is dynamic and complex, hence the need to adopt several 
perspectives. There are, however, three main perspectives that represent the 
current perception of motivation viewed from the contextual aspect, namely 
sociocultural theory, self-regulatory perspectives, and complex dynamic system 
approach. 
1. Sociocultural theory 
Dörnyei (2011) points out that the use of the term sociocultural does not 
simply refer to sociocultural influences, which are the social and cultural 
background variables that affect one’s motivation. In learning, individual needs 
to learn through cultural entity embodied in physical tools (e. g. computer, 
learning model, book), social tools (e. g. teacher, classmates), or symbolic tools 
(phonetic transcription, musical notation). Sociocultural theory is originally a 
theory of learning. However, it is recently used to describe motivation as a 
social and cultural phenomenon. Dörnyei (2011) further explains that many 
motivation researchers characterise motivation, as viewed from sociocultural 
perspective, as a fundamentally socio-historically situated process which 
emerges through the interactions among participants, context, and sociocultural 
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activity. One key characteristic of this approach that contrasts with the 
perspective that views context as a variable is the emphasis on the individuals’ 
active participation in constructing the context they are in and shaping its 
practices. Therefore, this theory views people as the producers of the social and 
cultural environment surrounding them. 
2. Self-regulatory perspectives 
 This theory is strongly influenced by the work made by Bandura (2001), 
who explains that humans function according to three factors, namely personal 
factors (cognition and affect), behaviour and environment. In contrast to 
sociocultural theory, self-regulatory perspective emphasize that the 
environment does not directly influence human behaviour, that humans are 
capable of self-reflective and self-regulatory and have the capacity to make 
choices that will be realized in the actions they do and the behaviour they have. 
As for learning motivation, Boekaerts (2001) explains that learners’ motivation 
that that they bring to the learning situation interacts with situation-specific 
conditions and factors. This interaction will then be processed by each 
individual through self-regulation that will lead to motivational tensions and 
emotional states. Once again, like the sociocultural theory, it is essential to 
emphasize that learners’ behaviour will impact the environment, which will 
further influence their self-regulatory behaviour again in the future. 
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3. Complex dynamic system approaches 
There have been several theories concerning motivation and contextual 
factors. One may assume that the environment influences a learner’s behaviour, 
while others believe that both the learner’s behaviour and the environment 
influence each other. On the other hand, some people also believe that the 
cause of motivation is social while the outcome is individual where each 
individual may result in varied motivational state even though they are put in 
the same learning context. Dörnyei (2011) explains that complex dynamic 
system approaches take the sociocultural confusion as the starting point and 
then add to it the individual’s mental characteristics. It means that motivation is 
not only seen as related to dynamically changing social environment, but also 
to the learner cognitive and affective attributes. Complex dynamic systems are 
in continuous interaction with the environment that context is seen as a part of 
the system without highlighting internal development of an individual and the 
impact of the environment to explain his/ her behaviour and its change. 
 The explanation above points out how the environment that learners in 
may describe or change their behaviour towards the learning itself. The 
environment here refers to the physical tools, social tools, or symbolic tools. 
Hennessey (2000) in Wery and Thomson (2013) emphasizes that no one is 
intrinsically motivated under any circumstance. Wery and Thomson (2013) 
further explain that extrinsic motivators can be essential to engage reluctant 
learners. However, it has to be noted that the goal of motivating learners 
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extrinsically is to move the learners towards independence and being intrinsically 
motivated. 
 Dörnyei (2001) states that “the most pressing question related to 
motivation is not what motivation is, but rather how it can be increased.” 
Furthermore, Dörnyei & Ushioda (2011) argue that most students’ motivation to 
learn can be enhanced by parties outside the students. A teacher, for one, can be 
an ideal agent to enhance the student’s motivation as he/ she has partial control 
over the influencing factors in a learning context. In most cases, teachers only use 
rewards and punishments as an effort to work on the students’ motivation instead 
of implementing other potentially more effective strategies that they can use. 
Dörnyei (2011) offers various strategies that teachers may use in order to keep the 
students enthusiastic and motivated to learn in class. He refers to these strategies 
as ‘motivational strategies’ and define it as “the efforts made to consciously 
generate and enhance student motivation, as well as maintain ongoing motivated 
behaviour and protect it from distracting and/or competing action tendencies.” 
Thus, motivational strategies are the efforts that teachers and school stakeholders 
made to enhance the students’ motivation and ensure that students are willing to 
initiate and maintain the quality of their learning at school. 
 Motivational strategies have been long studied by some researchers and 
some of them (Oxford & Shearin, 1994; Dörnyei & Csizer, 1998) also propose 
suggestions in sustaining and increasing the motivation of foreign language 
learners. In his more recent work, Dörnyei (2011:103) states that the purpose of 
motivational strategies is to “consciously generate and enhance student 
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motivation, as well as maintain ongoing motivated behaviour and protect it from 
distracting and/or competing action tendencies.” The strategies include four 
motivational dimensions: 
1. Creating the basic motivational conditions, involving setting the scene for the 
effective use of motivational strategies. 
2. Generating initial motivation, corresponding roughly to the pre-actional phase 
in the model. 
3. Maintaining and protecting motivation, corresponding to the actional phase. 
4. Encouraging positive retrospective self-evaluation, corresponding to the post-
actional phase. 
  In Creating Basic Motivational Conditions, a teacher is responsible to set 
up the class to be as pleasant as possible. This is the initial phase done to motivate 
the students and has nothing to do with the language learning itself since it is done 
even before getting into the learning. It is essential to make good impression on 
students on how the class is like, how the class works, making it comfortable for 
them to learn in class. The second one, which is Generating Initial Motivation, as 
the name suggests, requires the teacher to introduce the language and the cultures 
it is attached to, the language learning, as well as the benefits they will obtain by 
learning it. It is aimed to instil a goal for the students to learn the language, either 
for their personal interest in the language or for the benefits they will gain in the 
future for knowing the language, instead of learning the language just for the sake 
of passing the subject at school. The third one, Maintaining and Protecting 
Motivation, is an effort made to maintain the motivation the students already 
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have. It aims to maintain the existing student motivation. It deals most with the 
language learning itself, where the teachers use strategies, from the manner the 
lesson is presented to teaching students how to motivate themselves, to keep the 
students being motivated in learning the language. The last one is Encouraging 
Positive Retrosoective Self-Evaluation. Since most humans sometimes focus on 
what they have achieved in the past, rather than focusing on the upcomings, this 
last factor is essential since it is also usually used to reflect on what they have 
done and how well it went to plan their lesson ahead. In this stage, teachers give 
appraisal or constructive feedback to students in order to make them more 
confident and satisfied of what they have done, leading to maintained motivation 
for future lessons. 
The motivational components can be represented in Figure 1. 
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Figure 1: The components of Dörnyei’s (2001: 29) framework of motivational 
teaching practice in the L2 Classroom in Dörnyei (2011:108) 
 
 With regard to those theories, Dörnyei (2001) argues that pure theories of 
motivation do not lend themselves to effective classroom application. It means 
that in order to create effective application of motivational strategies, teachers 
need to understand why students behave as they do and apply a detailed, and most 
likely, eclectic construct that represents multiple perspectives. Furthermore, after 
investigating the use of motivational strategies in Hungary and compare it with 
the more current study conducted in Taiwan, Cheng and Dörnyei (2007) 
concludes that there are inconsistencies in the results, suggesting that some 
Creating the basic 
motivational conditions 
a. Appropriate teacher 
behaviours 
b. A pleasant and supportive 
atmosphere in the classroom 
 c. A cohesive learner group 
with appropriate group norms 
Generating initial motivation 
a. Enhancing the learners' L2-
related values and attitudes 
b. Increasing the learners' 
expectancy of success 
c. Increasing the learners' goal-
orientedness 
d. Making the teaching materials 
relevant for learners 
e. Creating realistic learner 
beliefs Maintaining and protecting motivation 
a.  Making learning stimulating and enjoyable 
b. Presenting tasks in a motivating way 
c. Setting specific learner goals 
d. Protecting the leaners' self-esteem and 
increasing their self-confidence 
e. Allowing learners to maintain a positive 
social image 
f. Creating learner autonomy 
g. Promoting self-motivating strategies 
Promoting cooperation among the learners 
Encouraging positive 
retrospective self-evaluation 
a. Promoting motivational 
attributions 
b. Providing motivational 
feedback 
c. Increasing learner satisfaction 
d. Offering rewards and grades 
in a motivating manner 
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motivational strategies may be universal, while others are culturally dependant. 
Therefore, even when there is a number of studies concerning motivational 
strategies in L2 learning already, there is a need to examine their use in 
Indonesian context. 
a. Teacher Gender 
A study in developing country context sponsored by UNESCO (2000) 
revealed that female teachers were considered to be easier to approach by 
children; they saw the female teachers as more comfortable to interact with than 
male teachers. UNESCO (2006) also stated that, according to prior studies, there 
is a positive impact from female teachers on students’ achievement. A female 
teacher is said to be able to listen to any student problems and provide guidance to 
the students. From those statements, we can conclude that female teachers 
generally focus on affective aspect, where they make effort to have emotional 
bond with the students. However, related to the student achievement, Warwick 
and Haroona (1994) had a contradicting result from their large-scale study. They 
studied 1000 teachers, 300 school supervisors and 11,000 4th and 5th grade 
students in Pakistan and found that rural students of male teachers had a 
significantly higher score than those of female teachers. A more recent study 
conducted in five large towns in India by Chudgar and Sankar (2008) revealed 
that male and female teachers indeed had different views and classroom 
management preferences. Moreover, in the language classroom, the students 
seemed to have better performance that those taught by female teachers. However, 
it was not the case in mathematics classroom where there seemed to be no benefits 
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of having female teachers in mathematics class. Those findings suggested that 
there might be other factors leading to the different findings. For example, the 
cultural settings of rural and urban areas or the subject taught where male teachers 
might be more suitable for certain subjects while female teachers might be 
stronger for other subjects. 
The findings of a study conducted by Lacey, Saleh, & Gorman (1998) 
revealed that, when compared to their male counterparts, women have a tendency 
to be more liberal by letting the students choose how their learning experience and 
learning styles will be. Thus, female teachers are perceived to care more about the 
aspects related to the students before deciding the teaching styles and strategies, 
as well as activities to be implemented in class, making sure that the students feel 
comfortable in learning the subject. 
As for teaching the strategies often applied in class, based on a study by 
Lam, Tse, Lam & Loh (2009), male teachers seemed to wish to have a complete 
control of everything in the classroom. They were responsible of the activities to 
be done in class where they chose to have a stereotypical comprehension exercise 
for the reading class. They also had formal assessment more regularly, conveying 
to the students that the purpose of the class was to pass the test. Meanwhile, the 
female teachers seemed to be more versatile by employing a wider range of 
strategies. In line with the findings from the study conducted by Lacey, et al., the 
female teachers allowed the students to have more control over their learning, 
including the learning pace and activities they preferred. The female teachers 
appeared to give emphasis on the enjoyment of the learning process. Previously, 
 
32 
 
Singer (1996) also shared the findings of his study that female faculty members 
were more likely to utilise motivation and process paradigms, emphasizing the 
process of the learning rather than the result. 
Related to motivational strategies used in the classroom, Kakar and Pathan 
(2017) who conducted a study in Pakistani setting found that there was not any 
difference on the strategies employed by male and female teachers. A study by 
Asante, Al-Mahrooqi, and Abrar-Ul-Hassan (2012) discovered a similar finding 
where there was not any significant difference in the use of motivational strategies 
by female and male teachers, that they had exactly the same strategies in the top 
seven out of the ten most-frequently used strategies. As for the lowest-ranked 
strategies used of both female and male teachers, there result contrasted subtly. 
Additionally, from the preferred strategies employed by male teachers, they found 
that male teachers tended to set objectives in the classroom, which is similar to the 
findings of the study by Lam, et al. (2009), where male teachers did not focus on 
the ability of the students, but rather on the objectives that the students needed to 
achieve. 
b. School Type 
Private schools have been proven superior compared to public schools in 
some countries. The conditions found in public school in some countries are not 
sufficient to make students motivated to learn. For example, from a study by 
Brophy (1998) in the United States, some factors that might contribute to student 
motivation, such as curriculum and learning activities where students could 
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choose what they want were not available since they were all pre-planned. 
Furthermore, public school usually had large classrooms that made it difficult for 
teachers to analyse and meet the needs of the students. 
 Some other studies utilizing data from various countries, including 
Colombia, the Dominican Republic, the Philippines, Tanzania and Thailand found 
that private schools had a significantly higher achievement advantage compared to 
public schools (Cox and Jimenez, 1991; and Jimenez, Lockheed and Paqueo, 
1991). Moreover, if we are to compare the strategies used in public and private 
schools, public schools tend to use aggression strategy more, proving that the 
class climate influence classroom management (Brown, 2001). Cherchye, Witte, 
Ooghe, & Nicaise (2010) listed some factors that make private school more 
superior than public school, i. e. the funding (and incentives coming out of it), the 
different scale, the characteristics of the pupil (private school usually has non-
random selection process), as well as more efficient educational system due to its 
ideological background and better choice of teachers. 
Some problems that are commonly found in public schools are associated 
with disciplinary problems, including talking in class, leaving seats without asking 
for permission, passing notes, teasing other students, and making sarcastic 
remarks (Elam & Rose, 1995). Those disciplinary problems are claimed to be the 
result of the larger classroom size in public schools. Mattar (2012) who also 
conducted similar study in Lebanon found some major problems that public 
schools face, including the quality of the staff that was still lacking where the 
teachers were not specialized in the subject they were teaching, the quality of the 
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students who mostly came from those who did not get accepted in private schools, 
the inadequate buildings that were usually rented from individuals, low and unfair 
salary regardless the teaching hour, and disrespectful students. Those studies 
prove that the better quality of private schools is due to better management of 
funding and staff that will eventually lead to better outputs. 
 However, it has to be noted that although it applies in most countries, there 
are some exceptions. The case in Indonesia, for example, is not like that in the 
countries previously mentioned. The Indonesia context is, borrowing Newhouse 
& Beegle’s (2006) term, atypical. In terms of the input and expenditures spent per 
pupil, public schools are better (Strauss, et al., 2004). Moreover, Newhouse and 
Beegle (2006) added that the textbooks are more available in public junior high 
schools than in private schools; the average education of faculty members is 
higher in public schools; better quality teachers are found in public schools who 
are less likely to have a second job; and the expenditure spent on each student is 
higher in public schools. 
In terms of output, the findings of a study by Newhouse and Beegle (2006) 
on 1993 samples from 321 random areas in Indonesia proved that public junior 
high school students had a higher test scores upon completion. In terms of student 
motivation in Indonesia, public school students tend to have relatively more 
motivated than private school students (Yulia, 2013). Better motivated students 
and better school output are likely due to the teacher. Teachers of public school 
are less likely to have a second job, making them more focused on their job. 
Moreover, teacher training programs are constantly provided by the government. 
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Teacher training programs in Indonesia have been proven successful in some 
studies (Widiati & Hayati, 2015; Wati, 2011). In the study by Widiati and Hayati 
on teacher training program of SM3T, the findings showed that the participants 
had benefited from the program in their hands-on skill development. Moreover, 
the study by Wati (2011) also found that teachers responded that the program they 
attended was highly effective. 
Indonesia just recently implemented school zoning system where students 
are only allowed to enrol in schools near their houses. The zoning system is a 
common enrolment method in many countries or region, such as Portland, 
Alberta, Christchurch, Chicago, St. Johns, New Zealand, New York, and America. 
The purpose of the implementation of zoning system is to make transportation 
time more effective, create equality, and avoid overcrowding in certain schools 
since parents and/or students usually insist on enrolling to a school of farther 
distance (Kusuma, 2018). 
Private schools in some countries may be better than private schools in 
some countries. However, it is not the case in Indonesia. Public schools are 
superior due to better student input, better facilities and textbook availability, 
funding, as well as better quality staff and teacher. Teachers are selected carefully 
and are less likely to have a second job. Furthermore, the government periodically 
provides teacher training program for the teachers to attend that has been proven 
to improve teacher skills. However, since the implementation of zoning system in 
2018 in Indonesia, there may be a shift in quality since the student input is 
influenced. 
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c. Teacher Professional Development 
Villegas-Reimers (2003) defines professional development, in a broad 
sense, as an individual development in his/ her professional role. Moreover, in 
instructional context, Melber (2005) refers to professional development as an 
educational activity that is aimed at instruction improvement for teachers. Efforts 
made for one’s professional development include formal experiences (e. g., 
professional meetings, workshops, and mentoring) and informal experiences (e. g. 
reading academic publications and watching documentaries) (Ganser, 2000). 
Similar with Ganser’s idea, Cohen, McLaughlin, and Talbert (1993) also asserted 
that teachers can have a vast range of experiences that may contribute to their 
professional development, from formal structure seminars to casual discussions 
with fellow teachers.   
Teacher professional development is aimed to extend, as well as renew a 
teacher’s skills, beliefs, and practice. Those needs may be in response to various 
factors, such as a change of curriculum, new technology for classroom practice, 
and advances in pedagogy field (Doig & Groves, 2011). Guskey (2002) explains 
the relation among the factors of professional development, classroom practice, 
attitudes and beliefs, and student learning outcomes in Figure 2. 
 
Figure 2. Teacher Change Model by Guskey (2002) 
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 From Figure 2, professional development will change the practice usually 
committed by teachers in the classroom as an effort to improve student outcomes, 
and will eventually lead to a change in teachers’ attitudes and beliefs, in 
accordance with the outcome of the practice. Furthermore, Cochran-Smith and 
Lytle (2001) describes the system or approach of professional development as 
follows: 
1. Knowledge-for-practice: formal knowledge and theory generated by 
researchers are used by teachers to improve their instructional practices. 
2. Knowledge-in-practice: some of the knowledge and theory can be 
perceived as practical knowledge embedded in the practice. 
3. Knowledge-of-practice: teachers can also gain knowledge from the 
opportunity given to them to reflect on their practice and consider their 
classroom context to in order to create effective teaching practice. 
Unfortunately, many professional development programs offered for 
teachers are not of good quality and tend to offer intellectually superficial 
workshops (Borko, 2004). Moreover, ongoing support for teachers as they try to 
implement a new curricula or practice is rarely found (Barnett, 2002). In addition 
to the absence of professional support and the artificial sense it offers, some other 
factors also contribute to the ineffectiveness of a professional development 
program, i. e.: teacher motivation in professional development, and the process by 
which teacher change happens (Guskey, 1986). Thus, there are many factors 
causing a professional development program to be ineffective, including the 
absence of monitoring and support, the artificial sense it offers, the 
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inconsideration of teacher motivation in participating in the program and the 
inconsideration of the process causing teacher change. 
High-quality professional development is recognized as the main 
component for education improvement. More policy makers recognize teachers 
and administrators as the factors that can improve the quality of a school and 
professional development, while varied in formats and contents, serves a common 
purpose to change a teacher’s professional beliefs and attitudes for a clear goal, 
which in most cases is student learning improvement (Griffin, 1983). Meanwhile, 
Desimone (2011) proposed components covered in an effective professional 
development, including: 
1. Content focus; the content delivered in the program and how students 
learn the content 
2. Active learning; teachers should be given opportunities to take part in 
the activity, instead of only listening to a lecture passively 
3. Coherence; what the teachers learn must be contextual and in 
accordance to their knowledge, the school, district, and pedagogical 
policy currently employed. 
4. Duration; the duration of the activity should be spread over a term and 
include more than 20 hours of contact time 
5. Collective participation; a group of teachers of the same grade, subject, 
or school should be gathered in one professional development activity 
to build an interactive community. 
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 In the United States, those components are reflected in the No Child Left 
Behind Act of 2001 that describes professional development as an activity that 
“improve and increase teachers’ knowledge of the academic subjects that teachers 
teach” (content focus), which is “sustained and intensive” (duration), “is aligned 
with and directly related to state academic content standards, student academic 
achievement standards, and assessments” (coherence). Despite the good impacts 
that professional development imposes on teachers, it is still a main challenge in 
Indonesia, where human resource quality and education sector need to be 
improved (Kemendiknas, 2010). Indonesia was ranked 124 out of 187 countries in 
terms of human development index based on United Nation Development 
Program (UNDP) report. Bjork (2003) believes that the low quality of teachers in 
Indonesia is a result of the prior requirement conditions where those with high 
school and diploma degree were allowed to apply for a teacher position.  For that 
reason, the government has been investing in education in order to improve the 
human resource quality in Indonesia. Another effort done is through teacher 
professional development program which has been proven quite successful in 
some studies (e. g. Widiati & Hayati, 2015; Wati, 2011). In the study by Widiati 
and Hayati on teacher training program of SM3T, the findings showed that the 
participants had benefited from the program in their hands-on skill development. 
Moreover, the study by Wati (2011) also found that teachers responded that the 
program they attended was highly effective. Thus, teacher professional 
development program is believed to help improve the quality of teachers in 
Indonesia. However, it has not been clear whether the program can improve 
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teacher competence in terms of motivating students. Thus, this study aimed at 
finding out whether there was any significant difference on the use of 
motivational strategies due to professional development program experience. 
5. Attitude Motivation Test Battery (AMTB) 
 To measure the important attitude/motivation variables that one possesses, 
Gardner (2004) developed Attitude Motivation Test Battery (AMTB). AMTB is a 
test developed with the intention to assess major affective components shown to 
be involved in L2 learning. AMTB’s major applications have involved 
investigations of: a) the correlations of sub-tests and composite test scores with 
indices of language achievement and behavioural intentions to continue language 
study, b) the effects of specific programs, excursions, etc., on 
attitudinal/motivational characteristics, and c) the relation of attitudes and 
motivation to classroom behaviour. AMTB has been used in many different 
forms. However, many modifications have been made along the years. 
 The AMTB is composed of scales to assess an individual’s affective 
reactions towards various groups, individuals, and concepts associated with L2 
learning. Consequently, discretion is required of the participants. Individual test 
scores should not be compared or made public, nor should they be discussed with 
the individuals about specific items. The five attributes in the test battery, which 
form the socio-educational of L2 learning, include integrativeness, instrumental 
orientation, attitude towards the learning situation, motivation, and language 
anxiety. The items that are used to measure motivation are classified into three 
scales, namely: attitudes towards learning the language, motivation intensity, and 
 
41 
 
desire to learn the language (Gardner, 2001).  Ortega (2013) describes the three 
scales as follow: 
1. Motivational intensity, which is the extent of effort people make in learning a 
language. For example, ‘I keep up to date with English by working on it 
almost every day.’ 
2. Attitudes towards learning the L2. It reflects the enjoyment that people feel 
when they are learning a language. For example, ‘I love learning English’ or 
‘I hate English’. 
3. Desire to learn. It is understood as the investment in succeeding in the 
language that people claim for themselves. For example, ‘I want to learn 
English so well that it become second nature to me’. 
 The scores gained from these subscales reflect the degree of the learning 
task, the amount of effort made to learn the language, and the extent in which the 
learner wants to improve his/her language competence. For every statement, a 
Likert scale is used where the respondents need to choose among three to four 
options. According to Gardner (2001) in Ortega (2013), a highly-motivated 
learner tends to have a high score for all of the three dimensions. 
B. Adolescent Students 
1. Adolescent Learner Psychology 
As stated by Mahatmya, et al. (2012), children who become adolescents at 
the age of 12 to18 years will be demanded academically as the expectation 
increases in both responsibility and complexity. At that age, the youths are 
expected to follow the rules set by the government as well as learning about how 
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the society works in their community. As a student, early adolescence is a crucial 
period as it is a period where students develop and construct an identity to be 
deemed as academically capable and committed to learning (Roeser, Peck, & 
Nasir, 2006). 
Mahatmya, et al. added that positive performance in academic tasks will 
be rewarded with acknowledgment in the eyes of stakeholders, including the 
teachers, parents, peers, and the community members. On the other hand, failing 
academically will result in negative consequences in one’s current and future 
opportunities, reputation, support by the community, relationship with family, 
self-esteem, as well as student engagement in learning. When someone has 
unhealthy behaviours during his/ her adolescence, it will likely impact his/ her 
engagement in school that may cause lifelong negative consequences.  
Another important factor contributing to adolescents’ success in school is 
belongingness, or the feeling of accepted by others. In some literatures, support 
gotten from friends, peers and teachers are found to promote learning motivation, 
engagement that, as a result, will improve academic achievement (Ryzin, Gravely 
& Roseth, 2009). Kindermann (2007) also had the same idea on some figures that 
affect students’ feelings in terms of having a sense of autonomy and relatedness 
during their adolescence, which include parents, teachers, and peers (Kindermann, 
2007). Support from teachers, specifically, can be done through various ways, 
including caring, having clear and fair classroom rules, and let the students to do 
some decision making on their own. (Klem, & Connell, 2004). A positive 
relationship between students and a teacher may motivate the students to actively 
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participate in class, or actually make efforts to improve their academic 
achievement besides psychological support that students will receive from having 
a good relationship with the teacher. Supporting the theory, a study conducted by 
Klem and Connell (2004) found that the attendance of middle school students was 
higher when the teachers could create caring and well-structured environment in 
the classroom, proving that teacher’s ability in creating positive atmosphere in the 
classroom is indeed positively related to student enthusiasm in attending class. 
Meanwhile, another similar idea on decision making is proposed by Sweet and 
Snow (2002), stating that it is important for adolescents to be actively engaged in 
making decisions regarding their own learning experiences as well as be more 
independent and given choices (Smith & Wilhelm, 2002) at school. Additionally, 
according to Irvin, Buehl, & Klemp (2007), adolescent learners can learn more 
effectively if they are engaged in classroom activities that they deem relevant to 
their lives outside of school. This is where the self-decision-making is needed 
since the students can decide on what activities will be most suitable for 
themselves. 
 Additionally, teachers can play a role in promoting positive interactions 
among students in order to create a caring classroom atmosphere. It is because, as 
mentioned previously, peers have a significant effect on students’ behaviour, 
habits, and values, specifically when they enter adolescence. For students entering 
their teen years, the inﬂuences of peers may even override those of parents. Peers 
even have a more significant role than that of parents in school since positive 
support may result in increased identification and its absence can negatively 
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impact it (Radziwon, 2003). This is where teachers are needed to promote good 
and supporting relationship among the students. Moreover, Ryan and Helen 
(2001) argued that teenage students will be more likely to be academically 
motivated when there are people surrounding them that care about them at school 
and that they can feel connected to. Roeser and Eccles (1998) also had the same 
idea that teacher can be one important figure in motivating the students by stating 
that supportive teacher-student relationships have been linked to higher student 
motivation, learning engagement, interest in school, as well as academic 
achievement. Besides building positive and caring atmosphere in the classroom, 
researchers conducting studies in middle and secondary schools also found that 
strategic classroom conversations can be utilized to improve and extend student 
learning while, at the same time, facilitate the students learning engagement and 
motivation (Carico, 2001; Lenihan, 2003). 
 
2. Teaching EFL to Adolescent Students 
The dynamics of teaching adolescents and the significance of the 
surrounding people’s roles towards their learning behavior have been well-
documented in several studies (Eccles, et al., 1993; Reddy, et al., 2003; Brewster 
& Bowen, 2004). According to Côté (2009), early adolescence is usually 
considered as a period of flux and uncertainty. It is usually described as a moment 
of crisis which can extend into the 20s or even 30s. One of the characteristics of 
adolescent students is their dramatic physical, cognitive, and psychological 
maturation that vary widely in timing for each individual (Simons-Morton, et al.: 
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1999). Simons-Morton, et al. further explain the transitions that teenage students 
experience. Cognitively, adolescents will gradually advance in their skills to deal 
with relative, abstract, and social concepts, allowing them to know better about 
the society. Socially, the relationship between adolescents and the people around 
them, like their peers, parents, and teachers, will become significant in quality. 
Psychologically, adolescent students have to deal with their concerns over 
achievement and competence, while also worry about their identity, intimacy, 
sexuality, and social status. These developments may cause hinderance in the 
students’ learning since they are in unstable condition which needs proper 
treatment from the people surrounding them. We can conclude that teaching 
middle school students is a complex task, which can be more difficult if the 
students dislike school in the first place. 
As Simons-Morton, et al. have explained, the people around the students 
and the quality of their relationship can be a direct or indirect influence in their 
behavior that may positively or negatively affect their learning achievement. 
Lerner (2003) argues that adult support, compared to peer support, is crucial at 
any age, but especially significant during times where students undergo rapid 
developmental change, i. e. adolescent period. School is the primary institution 
that can direct and shape the development of adolescents outside the family. 
Teachers, specifically, can be significantly influential to the students’ 
development. According to Lynch & Cicchetti (1992), a teacher has an extensive 
involvement with their students as, sometimes, they can be their mentors, 
confidants, or friends. While, motivation is a significant variable that contributes 
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to the students’ language learning outcome (Al-Mahrooqi, Abrar-Ul-Hassan & 
Cofie, 2012; Cook, 2008), a teacher, who is in a strategic position to build close 
bond with the students is in advantage since he/ she can motivate students better if 
he/ she is close to them.  
 When an EFL teacher is able to maintain his/her relationship well with 
the students and makes efforts to motivate the students resulting in improved 
quality of students’ motivation, it is likely that the students’ language learning 
achievement will be positively influenced, as well. There have been several 
records where teenage students’ motivation is improved when they are given 
motivational support by the English teacher and how high motivation has positive 
effect on their language achievement (Bernaus & Gardner, 2008; Li & Pan, 2009; 
Kimura, et al., 2001). To conclude, teenage students, who are in a critical point in 
their lives, need support from the people around them, especially from adults. A 
language teacher has the privilege to take part in guiding and shaping the 
students’ development since he/ she has direct contact with the students. 
Moreover, an EFL teacher is needed to motivate the students since motivation is 
one of the significant variables in language learning. 
C. EFL Instruction in Indonesia 
1. English Status in Indonesia 
English was first taught in Indonesia in 1914. Although English was taught 
early on, it was never taught as a means of communication (Lauder, 2008). While 
Indonesia has been very successful in the adoption of Indonesian as a national 
language with a large number of people speaking it for daily communication, 
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Indonesia is found not to promote English much for international communication. 
Even people with high educational background still find it hard to communicate in 
English and make poor impression when delivering presentations in English 
(Dardjowidjojo, 2003a: 71, Dardjowidjojo, 2003b: 57-58). Huda (2000:69) 
blamed the situation on the government’s reluctance to grant a second language 
status for English, allowing the people to be more exposed to the language. Some 
said that the status would give a negative impact on the national language, 
Indonesian.  Overall, the policy regarding English in Indonesia has not been really 
consistent. According to Lauder (2008), in 2000 English was seen as a threat to 
the national language. As a consequence, foreign names in businesses were forced 
to be changed into Indonesian. Moreover, those who mix Indonesian and English 
in daily communication were often criticized (Lauder, 2008: 17). 
Meanwhile, in education field, Indonesia is the only country in ASEAN 
that does not include English as a compulsory subject in primary school 
curriculum. The trend in ASEAN is to introduce English as early as possible in 
primary schools. In Singapore, English is used as a medium in all subjects, while 
many other countries, such as the Philippines, Malaysia, and Brunei, introduce 
English from the first grade (Lie, 2017). Lie further added that, in Indonesia, 
English is only taught from Grade 7 to 12, as well as in higher education. Many 
private schools offer English as early as pre-Kindergarten and many institutions 
offer English courses for students from middle class families to attend. However, 
the majority of Indonesian people still do not have adequate proficiency in 
English. 
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A study by Hamied (2011) revealed the Indonesian students’ low 
proficiency in English. A total of 55% students were categorized as novices, 37% 
as having elementary proficiency, and only 5% was categorized as having 
intermediate English proficiency. 
 However, English has been gaining popularity among youngsters in 
Indonesia recently for the massive Western influence through its Western 
influence. More urban youngsters prefer using English, that has gradually 
replaced the national and local languages. Furthermore, despite the government’s 
inconsistency in the investment of ELT, some parents are willing to pay extra 
money for their children to be able to study in expensive schools that allocate 
extensive hours of English and after-school English courses (Lie, 2017). 
Therefore, some students are actually privileged in terms of accessing English 
learning, allowing them to have higher English proficiency. However, at the same 
time, the fact also widens the gap between privileged students and those who only 
learn English at school in limited hours. 
2. The Nature of Indonesian Language Learners 
English is considered a foreign language in Indonesia, seeing how not 
many people use the language in their daily communication. However, some 
communities in this country has been using English for various purpose 
(Musyahda, 2002), like some scholars who are familiar with English, bankers or 
government officials. It leads to the fact that some people actually use English as 
a second language. On the other hand, English usage among teenagers are also 
commonly found, for example, in seminars or radio and television programs. 
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Moreover, Indonesia is currently undergoing massive development in tourism, 
enforcing the use of English for people who deal with foreigners. However, the 
status of English is still a foreign language in Indonesia. 
Despite the fact that English is used more by Indonesians, some people 
believe that English instruction has not been successful in this country (e. g., Nur, 
2004; Renandya, 2004). A number of students have not managed to attain a good 
level of English proficiency (Mukminatien, 1995). This may due to various 
reasons. Some prior studies revealed that Indonesian students tend to be passive, 
shy and quiet or nonverbal in English class (Exley, 2005; Bradford, 2007; Cheng, 
2000). Exley found that the characteristics of Indonesian of being passive and 
quiet might due to the students’ cultural background, which hindered the students 
in producing English since they were afraid of making mistakes (Exley referred to 
it as a part of ‘Javanese’ culture). Permatasari & Arianti (2016) added that some 
students obviously prefer to speak in public with a group of other people, instead 
of doing it alone, or known as collectivistic. It is to reduce the possibility of losing 
face if he/she made a mistake. On the other hand, Bradford blamed the students’ 
characteristics of being passive and nonverbal on the nature of the course content, 
the teaching methods used, and the assessment process. Park (2000) added that 
students do not want to show off if they know about something or lose face if they 
make mistakes. Lengkanawati (2014) also noticed the absence of learning 
autonomy in class. She believed that learning strategies are needed to be 
introduced to students for them to be more autonomous in learning that would 
lead to better outcomes. 
 
50 
 
Low motivation is also often associated with Indonesian students. 
Bradford (2007) believed that one of the causes was the large classroom size. 
Lamb (2007) also found that Indonesian high school students were initially 
motivated in learning English. However, their motivation decreased over time due 
to their learning experience at school. It indicates that the learning situation where 
students are in have an effect on their motivation to learn. It is especially difficult 
to increase student motivation because the status of English as a foreign language, 
not a second language in this country (Liando, Moni, & Baldauf, 2005). 
A 20-month-long longitudinal study conducted by Lamb (2007) on middle 
school students in Indonesia revealed that in the beginning, when they just entered 
the school, they had a very positive attitudes towards their learning experience. 
However, there was a significant decline in their attitude. The general importance 
on English subject increased, although it was because English subject was an 
important assessed subject. The study also found that students made complaints 
targeting the teacher and/or classroom activities. Some students admitted that their 
declined motivation was because of their feelings towards the English teacher. 
Therefore, from their statements, we believe that teachers, as well as the activities 
they present in class, do play an important role in motivating students to learn a 
language. Salikin, et al. (2017) also found similar results from his findings. 
Students who had more experiences in English would have more desire to read an 
English text. Thus, those who have access to English learning or English itself is 
advantaged. However, they added that a teacher could also contribute to develop 
the students’ extrinsic motivation by giving assignments frequently and providing 
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good classroom atmosphere where the students could enjoy learning. Astuti 
(2003) who conducted a similar study found that teacher had a role as a 
motivating factor in Indonesian instruction context. She believed that if the 
teacher had a warm manner and encouraged students, they would be motivated to 
learn. Other factors, like materials, instructional strategies, and classroom 
management are minor factors (Astuti, 2003). She added that a relaxing and 
encouraging atmosphere was also important in an English classroom. If the 
students are feeling anxious and under pressure, they will not be able to learn 
properly. 
 From prior studies, we can conclude that students who are advantaged 
with sociocultural background (easy access to English and English learning) have 
more stable motivation. However, those who do not are more easily discouraged 
by negative experience in learning English. The characteristics of Indonesian 
students of being shy and passive does not help, either. Thus, teacher, as the one 
who can control the classroom is a key figure to help the students feel safe and 
comfortable in being more active and willing to initiate and try the new language. 
Learning autonomy, which is considered important for better outcome, is needed 
to be introduced as well, by integrating learning strategies that students can 
practice themselves, for example. 
3. The Roles of EFL Teacher 
In a classroom setting, teachers and their caring behaviour are believed to 
be one of the contributing factors that encourage EFL students to make more 
effort in doing learning tasks as well as developing positive attitude towards the 
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language learning itself (Williams & Burden, 1997). When a student has a 
positive attitude towards the language learning in the classroom, it is more likely 
that he will enjoy the activities being presented in the class. On the other hand, 
Atasheneh & Izadi (2012) asserted that when it comes to language learning 
anxiety, a teacher also plays a crucial role. Student anxiety is one of the factors 
recognized to hinder language learning effectiveness and motivation. In a study by 
Trickett and Moos (1995) in Atasheneh & Izadi (2012), a number of classroom 
climate components are related to student anxiety and teacher support has the 
strongest association with learner anxiety. Teacher support, in the study, is 
defined as “the help and friendship the teacher shows toward students; how much 
the teacher talks openly with students, trusts them, and is interested in their ideas”. 
Therefore, the teacher can help students deal with their anxiety by building close 
relationship and gain trust from them. 
On the other hand, a study by Ohata (2005) found that the student 
participants blamed the strict and formal classroom environment and atmosphere 
as the cause of their language learning anxiety. Therefore, it indicates that 
teachers should recognize the language classroom atmosphere and setting as the 
contributing factor to learner anxiety. Ohata added that the formal classroom 
setting could be intimidating for students since because it requires students to be 
always correct in using the target language. Moreover, the participants found 
friendly and informal language classroom setting to be less anxiety provoking. 
Safe classroom environment is the most effective in making learner involved in 
the learning process since in a safe classroom, students are free to express their 
 
53 
 
opinions without being embarrassed (Kaboody, 2013). Astasneh’s study also 
proved that those with lower anxiety received higher scores in the test, confirming 
the importance of low anxiety in learners. Thus, teacher does have a significant 
role regarding the students’ learning experience in the class. How a teacher 
approaches the students and set the classroom atmosphere will affect students’ 
experience while learning the language, that will in turn affect the language 
learning outcome. 
 Moreover, students’ interactions with the teachers, i. e. learning 
experience, praise and rewards, punishment, and feedback, are claimed to be the 
determinant factors that influence their motivation (Williams & Burden, 1997). 
Some other researchers also found that teacher has a positive relationship with 
student motivation (e. g. Tanaka, 2005; Sakai & Kikuchi, 2009). Those studies 
suggested that teachers have one of the most contributing factors in helping 
students to engage and persist in the language learning process. Kaboody (2013) 
stated that some teacher roles in class include “initiator, facilitator, motivator, 
ideal model of the target language speaker, mentor, consultant, and mental 
supporter”. All of those roles are believed to be the factors affecting one’s 
motivation in language learning. 
Teachers can also promote student motivation by considering their 
affective aspects. Students who think their teachers as being controlling are less 
likely to be intrinsically motivated to learn (Noels, Clément, & Pelletier 1999).  A 
similar finding was revealed from prior studies that students’ lack of motivation or 
demotivation is mostly caused by teacher-related factors, like negative teacher 
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behaviours (Zhang, 2007). For example, teachers who used aggression and 
punishment in the classroom were not considered as successful teachers by 
students (Pane, 2010). Additionally, anxiety and motivation that are related to 
affect are reported to be a result of the affective climate that the teachers impose 
on students (Kuhl, 2000). Thus, teacher’s behaviour and classroom climate built 
by the teacher are powerful tools in motivating students in the classroom. 
Teachers can help students to be more engaged, motivated, and less anxious by 
interacting with them on personal level, showing that they care about the students’ 
needs and learning problems, and promoting trust and mutual respect between 
teacher and students as well as between students. When a student is motivated in 
learning the language, enjoy the learning process, and makes effort to do learning 
tasks, positive learning outcomes will follow. 
4. Teaching EFL in Indonesia 
The status of English as a Foreign language in Indonesia was declared way 
back in 1955. It was then when the government made a policy to make English as 
a compulsory subject in junior high schools. The curricular changes in Indonesia, 
which in turn influence the EFL teaching, happen quite frequently. In 2007, the 
government started establishing RSBI (Rintisan Sekolah Berstandar International 
or Pilot International Standard School). In these schools, English was used as the 
medium of instruction for maths, science, and core subjects (Lie, 2017). The 
reality, however, showed that more than a half of teachers had only a novice 
English proficiency and scored between 10-250 on a 990-point scale (Depdiknas, 
2009). Kirkpatrick (2012) criticized this government policy since students barely 
 
55 
 
understood English and were required to be able to cope with demanding subjects 
in English beside the fact that the teacher also needed to be able to deliver the 
subject in English. 
In 2013, however, the government issued the 2013 curriculum where the 
number of hours for English subject was reduced from 6 to 4 hours per week in 
general high school and from 4 to 2 hours in vocational high schools (Lie, 2017). 
The reason for the change was to enable students to master the national language 
more. Moreover, the Indonesian Supreme Court made a decree to dissolve the 
international schools previously established since they were reported to encourage 
discrimination where only students with families who could afford the tuition fees 
would be able to enter the school. From this instance, we see that the government 
has not been consistent with the policy regarding English as a medium of 
instruction and English subject in schools. 
However, according to an academic analyst, the history of EFL teaching in 
Indonesia seems to follow the universal pattern of evolution: grammar translation 
method, direct method, communicative language teaching, genre-based approach, 
and the latest one is scientific approach (Musthafa & Hamied, 2014). Based on a 
study by Meilani (2007) in Musthafa & Hamied (2014), teachers of EFL in 
Indonesia agrees on what makes a good teaching, which is when it leads to good 
scores in the national English exams. However, sometimes some teachers only 
focus on the outcomes without considering the learning process. Meanwhile, the 
quality of the learning process is what defines the outcomes of the students’ 
learning. Motivation is an important variable that influence students’ learning 
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process in EFL learning since it triggers “the desire to initiate L2 learning and the 
effort employed to sustain it” (Ortega, 2013, p. 168). There are also some studies 
that highlight the positive effect of motivation towards language learning 
achievement (Bernaus & Gardner, 2008; Wang, 2008; Li & Pan, 2009; Kurum, 
2011), which is what EFL teachers in Indonesia aim at. This study will investigate 
how English teachers in Indonesia use motivational strategies, which in turn will 
positively affect the students’ learning achievement. 
D. Research on Student Perception 
Prior studies have documented that classroom environment characteristics 
have an impact on student motivation and engagement. In this case, it is important 
to note that those studies emphasize students’ perceptions of their classroom/ 
school environment, rather than the environment itself, because students’ 
perceptions are assumed to have a more important role in the goal adoption 
process (Ames, 1992; Church, Elliot & Gable, 2001). The relationship between 
perceived classroom environment and student engagement is, by social–cognitive 
motivation theories, assumed to be facilitated by motivational beliefs (Ames, 
1992). In other words, the student perceptions of the classroom/ school 
environment influence their beliefs about themselves as well as their schoolwork. 
These beliefs then, in turn, will influence the nature and degree of their 
engagement in academic tasks. 
Self-Determination Theory (SDT) theorists suggest that individuals pursue 
experiences that satisfy their needs for competence, autonomy, and relatedness 
from the interaction with the environment. The theory assumes that the extent of 
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which students perceive that their psychological needs are met with the school 
context will determine the level of their school engagement. Furthermore, from 
SDT perspective, an optimum learning outcome occurs when the learning 
environment can provide opportunities for the student in order to develop a sense 
of personal competence, autonomy, as well as positive relationships with other 
people (Reeve, 2002). A teacher is a key figure to give students a sense of 
competence, autonomy, and positive relationship and others in class by applying 
appropriate instructional styles and strategies. 
According to Pintrich (2000), students who have perception that their 
teachers emphasize on advance mastery goals tend to be more motivated to learn 
and engage in deeper cognitive processing compared to those whose teachers 
focus more on performance goals. These results are in line with the idea that 
middle school students seek for safe and supportive environment rather than being 
compared and forced to compete with others. Being in a safe environment enables 
students to optimally develop their competencies and motivation to make more 
effort on doing school tasks (Roeser & Eccles, 1998). Students’ perception of the 
emphasis given by teacher on comparison and competition was important in 
understanding their disruptive behaviour in the classroom (Ryan, 2001). Students 
tended to be less confident in their ability when they were compared others in the 
class. Moreover, it was reported that they would engage in a more disruptive 
behaviour. They would be more disruptive when they perceived that their 
performance would be used an indicator of their relative ability. Thus, instead of 
pushing students to compete with each other, teachers are suggested to focus on 
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the students’ competence development and let them hone their skills, instead of 
focusing on scores. 
To give students support of autonomy in class, there students need to have 
the perception that teachers provide them opportunities to participate in decision 
making that is related to academic tasks and school system and rule, as well as 
input in class discussion (Roeser, Eccles, & Sameroff, 1998). Those kinds of 
practices can promote school engagement because students are given the 
opportunities to practice their decision-making skills, leading to a sense of 
personal satisfaction and responsibility for having direct influence on their 
learning environment. Some motivational strategies included in Dornyei’s set of 
motivational strategies actually deal with giving students chance to take part in 
decision making regarding class activities and planning their lessons. 
Class interaction is another significant aspect in learning in classroom. It is 
when students perceive e that teachers encourage them to interact and discuss 
their ideas with one another during class. Class interaction and discussion provide 
the students opportunities to practice their social skills as well as behaviours and 
emotions in addition to a sense of relatedness to their peers (Patrick, Ryan & 
Kaplan., 2007). Related to student disruptive behaviour, Ryan (2001) also found 
that students were generally less disruptive when they were encouraged to talk 
and have a positive interaction with one another. Students would have more 
advanced metacognitive reflection in learned when the teacher allowed them to 
have more class discussion and give them chance to present their ideas and 
understanding to their peers (Clark, et al., 2003; Guthrie & Wigfield, 2000). 
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Students will benefit from interaction they have in class with their peers. Thus, it 
is important that students have the perception that the teacher gives them ample 
opportunities to share and present their ideas to their peers as well as having class 
discussion. 
Another important thing that a teacher can do to create conducive 
environment in the classroom is to make students feel like the teacher cares for 
them. When students feel supported emotionally by their teacher, they are likely 
to engage and make more effort in completing their academic work. When 
students perceive their teacher as supportive, they report a higher level of interest 
and enjoy their schoolwork more (Goodenow, 1993), have a more positive 
academic self-concept (Felner, Aber, Primavera, & Cauce, 1985), and have 
greater expectancy for being able to complete schoolwork (Goodenow, 1993). 
Midgley, Feldlaufer & Eccles (1989) added that, during adolescence, it is 
essentially more important to have nonparental adults as role models and source 
of support.  His longitudinal research found that, when compared, perceived 
teacher support has a stronger effect on junior high school students’ motivational 
beliefs than that of elementary school students (Midgley Feldlaufer & Eccles, 
1989). Additionally, students who feel socially supported by teachers tend to 
comply more with the teachers’ expectations, that it will be unlikely for them to 
engage in deviant behaviours (Hamre & Pianta, 2001; Patrick, Ryan & Kaplan, 
2007). Thus, it will eventually lead to enhanced learning achievement since the 
students will make effort in optimally completing the school work, as the teacher 
wants them to do. 
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Another factor contributing to positive psychological safety and comfort in 
class is the perceptions that the teacher promotes mutual respect in the classroom. 
When the students are taught to respect each other in the classroom, their learning 
anxiety and threat regarding making mistakes lower. When students have anxiety 
and are worried about making mistakes, it is unlikely for them to engage in 
effortful academic work (Turner, Thorpe, & Meyer, 1998). Ryan (2001) added 
that students’ perception of being in a safe classroom where respect is emphasized 
and laughing or making fun of others are prohibited was the most significant 
factor of social environment in predicting changes in academic efficacy and self-
regulation of completing school work. This indicates that when the students feel 
they have safe classroom environment where they are free to express their ideas 
without being made fun of, their confidence to learn will boost. 
E. Relevant Studies 
There have been several studies conducted concerning the use of 
motivational strategies in classrooms. Cheng and Dörnyei (2007) conducted a 
similar study entitled “The Use of Motivational Strategies in Language 
Instruction: the Case of EFL Teaching in Taiwan”. The study tried to answer two 
questions, which were: 1) how much importance EFL teachers attached to 
motivational strategies, and 2) how often they implemented them in their teaching 
practice. The findings of the research show that the list of motivational strategies 
that emerged in this study bears a certain amount of resemblance to the list 
generated by Dörnyei and Csizèr’s survey amongst Hungarian English teachers, 
which provide reassurance that at least some motivational strategies are 
 
61 
 
transferable across diverse cultural and ethnolinguistic contexts. However, there 
are also dissimilarities between Taiwanese and Hungarian findings, indicating that 
the different contexts affected the use of the strategies. Based on the study, the 
researcher attempted to answer similar question, which is how significant contexts 
play role in the use of motivational strategies in L2 teaching. In this study, 
however, the comparison will be made against the motivational strategies used in 
Indonesia. 
 The following year, Guilloteaux and Dörnyei (2008) conducted a similar 
study. The title is “Motivating Language Learners: A Classroom-Oriented 
Investigation of the Effects of Motivational Strategies on Student Motivation”. 
The subjects of the research were 27 language teachers and their 1,300 learners in 
South Korea. The findings show that the language teachers’ motivational practice 
is linked to increased levels of learners’ motivated learning behavior as well as 
their motivational state. The findings contribute to the theory that the motivational 
strategies used by language teachers do affect the students’ motivation positively. 
 Kakar and Pathan (2017) also conducted a similar study in Pakistani 
setting, entitled “Exploring the Motivational Strategies Practiced by Pakistani 
EFL Teachers to Motivate Students in Learning English Language”. The study 
aimed to find out the motivational strategies employed by 96 secondary school 
teachers in Quetta, Balochistan, Pakistan. From the findings of the study, it was 
revealed that to promote learners’ autonomy came out as the most influential 
source of motivational strategy practiced by EFL teachers. Besides examining the 
mostly employed strategy, the study also found that there was no significant 
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difference between male and female EFL teachers in terms of motivational 
strategy practice. 
Another study on motivational strategies was conducted by L, Zafar, & Khan 
(2014), entitled “Teachers’ Use of Motivational Strategies in Tertiary Level ESL 
Classrooms” on 19 writing instructors at VIT University, Vellore, India. From this 
study, we found that teachers mostly used strategies under Present Task Properly. 
If we compare the findings of the study with those of the study conducted by 
Kakar and Pathan (2017), we can see slightly different results. The instructors at 
VIT University also employed strategies to promote learners’ autonomy, which 
Pakistani secondary school teachers used it the most. However, promoting 
learners’ autonomy came out as the 4th most frequently used strategies by 
instructors at VIT University. Thus, we see a discrepancy on the use of 
motivational strategies that may be cause by various factors, including the 
settings, the student maturity, teachers’ belief, parents’ involvement, facility, etc. 
Based on these findings, the researcher decides not to include language 
achievement as one of the variables because there has been much evidence on 
how motivation affects language achievement. Instead, the researcher is interested 
in investigating the relationship between the following variables: students’ 
perception of the use of motivational strategies and students’ motivation. Since 
there are not many studies conducted to inspect those variables in Indonesia, 
different findings are expected to emerge from this study. 
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F. Conceptual Framework 
There are many factors that may influence students’ achievements in 
learning English in the classroom. Those factors may come from the students 
themselves, the environment they are in, or the people surrounding them. 
Teachers, therefore, can play an important role in the output that the students 
make when they are learning English because they are the ones who have direct 
contact with the students while they are learning at school. Teachers have three 
roles when teaching a language. They are as the motivator, resource provider, and 
feedback provider. Among those three roles, teacher’s role as the motivator is 
usually overlooked and is not considered significant. Contrasting with this idea, 
motivation does play an important role in language learning. This is supported by 
countless studies and experiments that have shown that motivation is a key to 
learning in general. 
 Almost all of English teachers make efforts to motivate their students. 
These efforts to motivate the students are called motivational strategies. However, 
teachers may have different perception of which strategies are effective and which 
are not. This study predicted that teachers would use CBMC the most since 
adolescent students need support from others, especially teachers through caring, 
having clear and fair classroom rules, and let the students to do some decision 
making on their own (Klem, & Connell, 2004). In Indonesia, specifically, where 
English was not highly used, students often felt intimidated by the language and 
teacher had a role as a motivating factor in Indonesian instruction context. She 
believed that if the teacher had a warm manner and encouraged students, they 
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would be motivated to learn. Other factors, like materials, instructional strategies, 
and classroom management are minor factors (Astuti, 2003). Furthermore, there 
may also be some factors that influence the use of motivational strategies used by 
English teachers in the classroom. Thus, some variables, including the teachers’ 
gender, teaching experience, experience in studying abroad, the region in which 
they are teaching, and the condition of the environment where the teaching takes 
place will be connected to the motivational strategies used by teachers. 
The conceptual framework and the variables involved in this study can be 
illustrated in Figure 3. 
 
 
 
 
  
 
 
Figure 3: Conceptual Framework 
 From Figure 3, we see that student motivation in learning a language may 
come from within themselves (intrinsic) or from the outside (extrinsic). As for the 
extrinsic factors affecting student motivation, a teacher can be one of them. A 
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teacher may be an external figure in motivating students. In doing so, the efforts 
made to make students motivated are called motivational strategies. The 
motivational strategies used by a teacher may be influenced by some factors, e.g. 
his/her gender, school type, and professional development experience. This study 
investigated the motivational strategies used by English teachers in Kota 
Yogyakarta as perceived by students and some factors that may influence their 
decision in utilizing motivational strategies in class. 
G. Research Hypotheses 
 By considering the theories that have been mentioned previously, the 
research hypotheses for this study are as follow: 
H1: Out of the 4 dimensions of motivational strategies, junior high school English 
teachers in Kota Yogyakarta will preferentially use CBMC. 
H2: There is a significant difference on the use of motivational strategies by 
junior high school English teachers in Kota Yogyakarta due to teacher gender. 
H3: There is a significant difference on the use of motivational strategies by 
junior high school English teachers in Kota Yogyakarta due to school type. 
H4: There is a significant difference on the use of motivational strategies by 
junior high school English teachers in Kota Yogyakarta due to professional 
development experience. 
 
 
